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 Disseminate information on the discipline of technical writing/technical communication to both the greater academic community and to the public at large.  Provide liaison with other scholarly and professional organizations to foster exchange of ideas and provide additional support to the discipline and profession;  Provide timely announcement of meetings, workshops, and other activities related to the advancement of the profession and discipline;  Provide up-to-date annual bibliographies and information files on matters pertinent to the membership;  Encourage, sponsor, and report research on the teaching of technical writing/technical communication;  Produce, publish, and distribute to members the organization's official journal. (Hayhoe, 2007) . Each of these journals has published numerous articles concerning teaching and curriculum. However, even earlier, the journal College Composition and Communication, a publication of the Conference on College Composition and Communication, was publishing occasional articles on the teaching of technical writing. The journal's first article on technical writing appeared in College Composition and Communication in 1950, the year the journal was first published (Bowman, 1950) .
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Textbooks and Pedagogical Texts
Of course, textbooks for technical communication courses have been published for over a century (Kynell, 1996) , and certainly many hapless teachers who have been compelled to teach unfamiliar subject matter for the first time have relied on a textbook to help them design and deliver the course, sometimes desperately reading just one chapter ahead of the students. Indeed, for many years prior to the field's coalescing into something like an academic discipline, the few textbooks that existed may well have been the most authoritative scholarly literature available for teachers to learn the pedagogy of the field. Nevertheless, it seems valid to say that in mature disciplines, the textbooks follow the published research rather than lead it, and that includes both the research on subject matter and on pedagogy. (Sawyer, 1977, p. 1) .
It is significant that prior to the publication of these books and the emergence of technical communication as an academic discipline, most of the pedagogical scholarship concerning technical writing was published in engineering journals and presented at engineering conferences. This fact is further verified in several histories of U.S. technical writing, particularly Robert Connors "The rise of technical writing instruction in America" (Connors, 1982) These studies examine the development of technical writing pedagogy as a direct response to the growth of engineering programs in U.S. universities, which were, in turn, responding to the rapid expansion of the American industrial revolution.
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By the beginning of the twentieth century, engineering educators were recognizing that the standard university courses in literature and writing were not only inadequate but in some ways irrelevant in preparing engineering students for the communication demands of their profession. This was not a challenge that most engineering instructors were able or willing to address on their own. Although a few professors did undertake the task of teaching the genres and styles commonly used in engineering writing, it was primarily regarded as the responsibility of English Departments. Over the next fifty years, a small but increasing number of English teachers took up this challenge, despite a considerable stigma of "vocationalism," which was frequently (and in some institutions continues today) attached to the idea of writing instruction specific to the contexts and purposes of the technical workplace. These teachers published articles, mainly in engineering journals, attended engineering conferences, gradually forming their own professional community, and a few of them wrote technical writing textbooks. (Rutter, 1989, p. 2) .
In fact, at least a year prior to Corbett's 1989 visit, Rutter had begun attempting to develop such a course but had been unable to interest enough department faculty to win support for a formal course proposal. Because of Corbett's national stature, however, Rutter was able to get the course approved a year later, in 1990.
The Rationale for a Course in Teaching Technical Writing
According (Neuleib, 2012) Educating Technical Communication Teachers 10 demand for the technical writing course has always exceeded the English Department's classroom space and instructional staff time. It was common for many years to hire parttime instructors to teach the course but even with sufficient part-time help, we were unable to meet the need. Computer classrooms have been essential for this type of course since the 1980s, but they have also been used for other writing courses during the same years. Such classrooms are, of course, very costly to equip and maintain and so expanding the number of "wired" classrooms could not happen quickly. Although part-time adjunct instructors were not difficult to find, there was some disadvantage in hiring them. They were likely to move to better paying or full-time jobs, their teaching credentials were sometimes less satisfactory than those of professors hired by means of the tenure-track hiring process which could attract highly qualified candidates from throughout the nation and world. Thus, part-time instructors' teaching experience, education, and aptitude for the academic workplace tend to vary widely, perhaps more in technical writing than for other areas of English Studies.
The obvious solution, which has been employed in universities for untold years, was to offer additional sections of the introductory technical writing course and to assign them to graduate teaching assistants. The advantages were numerous-graduate students' salaries are lower than for adjunct instructors, they can usually be counted on to be available for at least two years, they are familiar with and well adapted to the academic setting, and they are genuinely interested in teaching. Even though they often start with less education in the field and with no teaching experience, they receive their graduate education in the department in which they are also going to teach, which means the program has a great deal of control over the nature and quality of these instructors' education. This brings greater consistency with departmental curricular and pedagogical philosophy to their teaching.
The only difficulty for some years prior to 1990 was that no course was available for preparing graduate students in the arts of teaching technical writing. Training in the teaching of college writing was not enough. The differences in teaching college writing and technical writing are probably quite obvious. Introductory composition courses are intended to teach academic styles and genres of writing as preparation for the writing students will do for the rest of their college experience. These courses also commonly teach the roles of writing in civic contexts outside of the academy.
Technical communication courses address the needs of students in engineering, science, and technology disciplines for the specialized writing they will have to do in their professional workplaces. Early courses and textbooks focused primarily upon stylistic conventions and static genres-reports, proposals, procedures, and correspondence. Today, these topics are complicated by our awareness of the complex and dynamic nature of audiences, the literacy practices involved in the development and use of technologies and in the organizations and communities of which these practices are part. We have to address the social, legal, ethical, and economic effects of technical
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communication texts and practices. Indeed, in the U.S. and possibly elsewhere, user documentation has been legally defined as part of the technology it accompanies (H. T. Smith & Shirk, 1996) . As we have come to recognize that technologies are not simply discrete objects but systems, often environments, and are never value-neutral but always culturally saturated, we must prepare teachers to help future technical communicators to represent the technologies they write about in ways that reveal these complexities (Feenberg, 1999; Hannah, 2011; Lipus, 2006; Salisbury, 2012; Sauer, 2003 In our program at Illinois State, we made the decision to set aside at least one section of "Technical Writing I" each semester for English majors interested in professional writing careers. This was needed simply to assure them of seats in the course because of the overflow demand from Information Technology students. However, we were also concerned that the course as taught for technology students was not designed as an introduction to the field of technical communication and therefore did not meet the needs of aspiring professional technical communicators. Preparing teachers for the different pedagogies called for by these differences in course design is yet another reason for the pedagogy course. (Kalmbach, 2012) I had arrived at Michigan Technological University as a graduate student one year after Kalmbach left his faculty position there for his position at Illinois State. By the time I graduated in 1994, as Kalmbach notes, I was greatly interested in the implications of social justice for technical communication. This interest was heightened by the growing practice of technical communication across national and cultural boundaries. I was beginning to think about the new perspectives needed for understanding technical communication's role in the processes of globalization and so I began talking with colleagues and students about the relevance of cultural studies and postcolonial theory for our field. Social justice perspectives were already emerging in the work of a number of other scholars in the field in the 1990s and I introduced my pedagogy students to that work as well as my own each time I taught the course. Examples of such work include (Katz, 1992) , (Sullivan, 1990) , (Savage, 1996) , (Slack, Miller, & Doak, 1993) , (Savage, 2004) , (Brasseur, 1993) , (Porter, 1993) , (Munshi & McKie, 2001) , (Hunsinger, 2006) , (Irani, Vertesi, Dourish, Philip, & Grinter, 2010) , (Palmeri, 2006) , (Sun, 2006) , (Watson, Yirrkala, & Chambers, 1989 , 2008 , (Johnson, Pimentel, & Pimentel, 2008) .
There are continuities between Rutter's approach to the pedagogy course and my own, however. We both believe it important to situate technical communication theory, pedagogy, and practice culturally and historically. Therefore we both included units on the history of the field and of teaching practices at the beginning of the course. Rutter used Connors essay, still regularly cited thirty years after it was published. By the time I began teaching, we also had Kynell's more comprehensive book, which is now a standard reference for historical work in technical communication.
Rutter and I also believed it important to help students enter the community of technical communication teachers. Therefore, a requirement of the course was to work with an assigned mentor-teacher either in our own department or teachers in other nearby universities or colleges. This assignment included interviewing their mentor and observing her classroom teaching. If the mentor was willing, the students were also advised to develop a lesson and teach it in the mentor's classroom, an option the
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mentors usually agreed to. These mentor relationships commonly continued long after the course ended. Relating to their work with mentors was the requirement to develop a syllabus for an introductory technical communication course with rationales and expected outcomes for all assignments and for the overall structure of their course design.
Selecting textbooks for a new course, especially in an area one is not very familiar with is frequently a challenge. Therefore, I required students to write a review of a textbook, an assignment I eventually expanded to two textbooks so they could compare them. I keep a large collection of current examination copies of textbooks and loan these to the students for the review assignment. Almost inevitably, of course, they would use a book they had reviewed as a text in the first technical writing course they taught after completing my pedagogy course.
Rutter and I share the conviction that our pedagogy students should understand how the courses they will teach fit into the curriculum of the whole department and even the institution as a whole. Therefore, students are assigned readings about program review and teaching assessment and they examine administrative documents such as course proposals so they can understand the kind of arguments that must be made in order to add a new course to a curriculum. They are asked to examine issues of educational program design and administration to help them understand the institutional, disciplinary, and even state-level dynamics and structural relationships in which all courses and teachers function and are sustained. For example, Rutter and I asked students to interview faculty in the disciplines whose students enrolled in our courses. I have also invited faculty from other disciplines and faculty from other areas of our own department to meet with my class and discuss ways that technical communication does, or might, relate to their fields. Such conversations are surprisingly difficult for the pedagogy students, who usually do not venture beyond the familiar boundaries of the department in which they are studying.
Finally, the course is interwoven with practical information about the design of assignments, classroom activities, and other pedagogical methods. They learn these from their mentor interviews, classroom observations, and textbook reviews, but we also assign articles on pedagogical methods and teaching tips. As mentioned above, a number of books on the teaching of technical communication are now available. New studies and method reports are regularly published in all of the leading journals in the field as well. Some recent pedagogical textbooks we have used in our program include: (Bridgeford, Kitalong, & Selfe, 2004; Dubinsky, 2004; Staples & Ornatowski, 1997) , (Selfe, 2007) , (Starke-Meyerring & Wilson, 2008) .
The Future of Technical Communication Pedagogy
That the field of technical communication is expanding and changing exponentially is surely apparent to everyone. The challenges such rapid changes pose for teachers, and (Maylath, et al., 2013) ; (Sapp, 2004 (Sapp, , 2007 , (StarkeMeyerring & Wilson, 2008) , (Herrington, 2010) .
Only beginning to be addressed are the relationships of race and ethnicity to technical communication. The few examples of such work include (Haas, 2012) ; (Banks, 2006) ; (Johnson, et al., 2008) ; (Williams, 2010) ; (Savage, 2011; Savage & Mattson, 2011) . Angela Haas is one of our colleagues at Illinois State and her essay provides a detailed overview of effective ways of helping students to understand ways that technical communication, race, and ethnicity intersect. Her article will be an excellent source for technical communication pedagogy courses.
Finally, almost entirely neglected so far are studies of the implications and role of technical communication in the contexts of those parts of the world referred to variously as the third world, developing nations, the Global South, or-a term some scholars prefer-disenfranchised and unenfranchised communities. The only published work I am aware of so far are studies by Crabtree and Sapp and by Quarshie Smith (Crabtree, 1998; Crabtree & Sapp, 2005) ; (Sapp, 2004 (Sapp, , 2007 ; (B. Q. Smith, 2012 The topics that have concerned technical communicators from the earliest days of the profession are unlikely to disappear from our courses and new teachers will need to understand them. But the old topics become new as the field reinvents itself and moves into new contexts of practice and as technologies themselves are transformed, and also transform human societies and the natural world. The work of technical communication teachers is more important and more difficult than ever and the programs that train them face sobering but also exciting challenges.
